Deafness is more than a medical condition. Recent theories have emphasized the importance of environmental factors on the psychosocial development of deaf children. As part of a larger scale study, this article aims to investigate the impact of the following variables on deaf students' psychosocial adjustment in Turkey: student-related background and experiential characteristics, parent-related variables, school-related factors, and teacher-related variables. The sample of 1,097 deaf students enrolled in the elementary, secondary, and high schools was drawn from 34 schools in 24 cities on a national geographical spread. The multiple regression analysis revealed that degree of hearing loss, additional handicap, and age at onset of deafness were negatively related to psychosocial adjustment of deaf students. However, there was a positive relationship between psychosocial variables and some of the independent variables, such as use of hearing aids, speech intelligibility, academic achievement, parental hearing status, and communication methods used at school. The findings of the study do not support a "pathological" view of deafness, suggesting that it was not deafness per se but that some environmental factors were also influential on the psychosocial adjustment of deaf students.
In the past, research on the education of deaf students has tended to focus on the cognitive rather than the affective domain. This is probably a result of the emphasis on academic achievement in schools. The major emphasis in deaf education has been in enhancing communicative abilities while excluding many other aspects of development (e.g., Greenberg, Kusché, Gustafson, & Calderon, 1985; Luckner, 1991) . In the light of the potential adjustment problems that exist for many deaf students, there is a need for educators to become aware of and to adopt strategies for promoting positive affective development. Traditionally, deaf people have been viewed from either the medical/audiological or functional perspective (Hoffmeister, 1985) . The first perspective labels deafness as a "deficit to be corrected"; the latter labels deafness as a "difference to be accepted" (Freeman, Carbin, & Boese, 1981) . However, recently there is a shift from the traditional deficit model of deaf education toward an environmental or ecological model. The ecological model starts from the premise that the development of children can be understood only in relation to the nature of their interactions with the various environments that impinge on them and with which they are consistently interacting (Bronfenbrenner, 1979) .
This study seeks to investigate the effect of student background and experiential characteristics (parentrelated, school-related, and teacher-related variables) on Turkish deaf students' psychosocial development. Due to the lack of an established instrument for the assessment of the psychosocial adjustment of deaf students in Turkey, one of the major aims of the study was the adaptation of an existing instrument for use in Turkey. The Meadow/Kendall Social and Emotional Adjustment Inventory (SEAI) school-age version was selected to be used in this study because the theoretical framework for the SEAI was based on ideas that have been developed over a period of years by Meadow (1967; 1975; 1978) , and it is in harmony with the author's view of development of deaf children. As Meadow wrote in the SEAI manual, the theoretical framework of the SEAI has drawn on the research and clinical work of many individuals who have been involved with mental health problems and the development of deaf people (e.g., Mindel & Vernon, 1971; Rainer, Althuser, & Kallmann, 1969) .
The process of the establishment of the final version of the original inventory involved more than 100 professionals, and items were mainly drawn from the empirical data based on Meadow's and her colleague Schlesinger's clinical work with deaf students over the years (Meadow & Schlesinger, 1976; Schlesinger & Meadow, 1972) . It is one of the few instruments specifically designed to be used with deaf students and therefore provides deaf norms. It has been used in Denmark and Israel, which evidences its cross-cultural validity (Polat, 1998a (Polat, , 1998b . Viewed from an ecological/environmental perspective on deaf children's psychosocial development, external factors were considered to have a significant impact on psychosocial development. However the degree and direction of the impact of these variables on deaf students' psychosocial development is not clear. The main aim of this article is to present some of the results of a larger scale project researching the relative influences of student-, parent-, school-, and teacherrelated variables on the psychosocial adjustment of deaf students in Turkey.
Method

Participants
The sample was composed of 1,097 deaf students enrolled in elementary, secondary, and high schools from four school types (see Table 1 ). The sample was drawn nationwide from 34 state and one private school in 24 cities and 23 mainstream schools in 6 cities.
Procedure
The Turkish adaptation of the SEAI (Meadow, 1983) school-age version was used as a means of collecting the data on the psychosocial adjustment of deaf students. The SEAI consists of 59 items that are divided into three separate scales: Social Adjustment, Self-Image and, Emotional Adjustment. The SEAI is an observational scale designed to be completed by teachers or other educational professionals who are in close contact with deaf students. A total of 24 professionals in the fields of deaf education, special education, and psychology were involved in the Turkish adaptation of the SEAI in terms of both semantic and content validity of the instrument. Inferential parametric statistics (i.e., factor analysis, correlational analysis, and regression analysis) were used to test the research questions of the study.
Results and Discussion of Multiple Regression Analysis
The results of factor and item analysis suggested that the Turkish version of the SEAI showed the same factor structure, in terms of both numbers of factors and the items comprising each subscale, as the American version. The validity (content, criterion-related and construct, and factor analytical) and reliability (internal consistency and test-retest) of the data revealed that the Turkish version of the SEAI was a reliable and valid measure in the assessment of the psychosocial adjustment of deaf students. The results of the ANOVAs showed no gender difference on any of the three subscales or overall psychosocial adjustment of deaf students (see Table 2 ).
To investigate the effects of background variables on Male  313  184  37  75  609  Female  217  182  33  56  445  Total  530  366  70  131  1,097 social adjustment, self-image, emotional adjustment, and overall adjustment of deaf students, four different models were estimated via multiple regression. The ecological approach was taken as a frame of reference in constructing these four models. That is, in the first model, where only so-called primary factors were entered into the regression equation, the deaf person was viewed as a complete entity without considering him or her as a part of larger system (such as a part of his/her family or school). Consequently, the first model viewed the change in social and emotional adjustment of deaf students as a result of primary background variables (such as degree of hearing loss, age, and gender). The second model, in addition to the primary background variables, included family-related variables (i.e., familial deafness and mode of communication used at home). Similarly, in the third and fourth models, school-and teacher-related variables, respectively, were entered into the equation in addition to the primary and family-related variables. The purpose of this approach was to determine the interaction of different systems and their relation with regard to the social and emotional adjustment of the deaf person. Only the results of the fourth model for each independent variable were presented in Tables 3-6 due to the restricted length of the study. The results revealed that degrees of hearing loss, additional handicap, and age at onset of deafness were negatively related to the psychosocial adjustment of deaf students (see Tables 3-6 ). However, there was a positive relationship between psychosocial adjustment and use of hearing aids, speech intelligibility, academic achievement, parental hearing status, use of total and oral communication at school, and use of total communication at home. Teacher experience and teacher training were also positively related to the dependant variables of the study.
In the estimation of the predictive power of the variables related to each dependent variable, seven common factors were found to have statistically significant predictive value. For each dependent variable these factors were as follows: additional handicap, age at onset of deafness, degree of hearing loss, student's age, degree of speech intelligibility, parental hearing status, and academic achievement. The set of indicators included in this study estimated 36%, 25%, 31%, and 17% of the variance in overall adjustment, social adjustment, selfimage, and emotional adjustment of deaf students, respectively. The impact of the indicators on the dependent variables of the study are discussed here.
There was a significant negative association between the presence of additional handicap and social adjustment, self-image, emotional adjustment, and overall adjustment of deaf students (see Tables 3-6 ). This finding is consistent with the finding in existing literature that the presence of additional handicap is consistently associated with more psychological and adjustment problems (e.g., Aplin, 1987; Chess & Fernandez, 1980; Mertens, 1993; Sinkkonen, 1994) . A significant negative association was also observed between the degree of hearing loss and overall, social, and emotional adjustment of deaf students (see Tables, 3, 4, and 6, respectively) . That is, higher degree of hearing loss (i.e., profound and severe) was associated with higher degree of adjustment problems.
There seems to be inconsistency in the literature on the impact of degree of hearing loss on the psychosocial functioning of deaf people. Meadow (1980) argues that students with hearing losses of 40 dB or less in the better ear have somewhat lower rates of psychosocial difficulties but that in excess of 40 dB, the degree of hearing loss had little effect. In contrast to Meadow's assumption, Bauman and Yoder (1966) and Myklebust (1960) contend that partial hearing loss affects self-concept more drasti- cally because being so close to the "normal" makes it more difficult to accept disability. On the other hand some researchers found no significant association between degree of hearing loss and psychosocial problems (e.g., Capelli, Daniels, Durieux-Smith, McGrath, & Neuss, 1995; Frustenberg & Doyal, 1994; Sinkkonen, 1994) . Age is another variable that was found to be significant in the prediction of all dependent variables; that is, older students were rated by their teachers toward the positive end of the SEAI compared with younger students (see Tables 3-6 ). This finding is consistent with the findings of Meadow and Dyssegaard (1983) and Cartledge, Paul, Jackson, and Cochran, (1991) . Older deaf students were rated as better adjusted by their teachers, suggesting that these may have slowly acquired through time and experience the necessary skills to be better adjusted. It may also be speculated that older students may develop better communication skills with the peer group where they are accepted and are not prone to victimization because of their impairment and limitations of communication skills.
On the other hand, no significant gender differences were found between male and female deaf students' social and emotional adjustment. The majority of research evidence suggests a significant correlation between gender and psychological problems, with more boys than girls identified as being disturbed (e.g., Cartledge et al., 1991; Meadow, 1978 Meadow, , 1980 Myklebust, 1960; Sinkkonen, 1994) . Although the difference between male and female deaf students was not significant in this study, female students received slightly higher scores on the social, emotional, and overall adjustment compared with male students. Therefore it may be argued that although the results are not significant, they are in accordance with the general research evidence. The superiority of girls over boys has been attributed to various factors in the literature, such as parental child-rearing attitudes. For example, boys are traditionally more likely to be encouraged to be active and permitted to be aggressive compared with girls. If this behavior goes beyond the boundaries permitted at school it is likely that teachers label boys as more behaviorally disturbed (Meadow, 1980). Rodda (1966) attributes this to the normal earlier maturity of girls. Myklebust (1960) on the other hand argues that better adjustment of the deaf girls may be related to their superior verbal ability. A significant positive association was found between the use of hearing aids and social adjustment, selfimage, and the overall social adjustment of deaf students. Deaf students who use hearing aids were found to be better adjusted compared with the reference group. The existing literature on the use of hearing aids mainly focuses on its impact on academic achievement, especially reading ability and related dimensions. Jensema and Trybus (1978) concluded that hearing aid usage was positively related to the use of speech in deaf students. Parallel to this finding, significant positive correlation was found between use of hearing aid and speech intelligibility (r = 0.5, p < 0.00). In his investigation of social network development, school performance, and communication, Kvam (1993) noted the association and importance of the use of a hearing aid (with many other variables) with the greater chance of happiness in deaf students. On the other hand, the attitudes of others toward people who wear hearing aids is usually reported to be negative, which may result in negative self-esteem. Vernon and Andrews (1993) note that some deaf people refuse to wear hearing aids for reasons of shame, vanity, ignorance, discomfort, or general social sensitivity.
It may be concluded that the use of hearing aids is associated with negative perceptions about the person who wears them. This issue is especially crucial in the mainstream environment where the use of a hearing aid could be very beneficial for deaf students, both academically and socially. At the same time, the use of a hearing aid may put deaf students in a vulnerable position, given the evidence that hearing students tend to react negatively to peers who wear hearing aids. Considering the limits of the data available in this study, we are left with only suppositions.
Age at onset of deafness was found to be another powerful predictor in estimating the variance in all four independent variables of the study. However, it was negatively related to the psychological adjustment of deaf students; the later onset of hearing impairment resulted in poor psychosocial adjustment. The literature suggests that the patterns of problems differ according to the age at onset and the severity of deafness. Children who are deaf at birth and those who become deaf after the acquisition of language form two distinctly different subgroups. Altshuler and his colleagues (1976) found that profound early deafness is more closely associated with tendencies toward greater impulsivity than is generally found among the hearing population. Cooper (1979) concluded that prelingual deaf children showed more behavior and personality problems compared with postlingual deaf children. The present study's finding contradicts Cooper's findings. It has already been argued that partial hearing loss affects the self-concept more drastically because being close to "normal" makes it more difficult to accept disability (Bauman & Yoder, 1966) . In a similar vein, it may be argued that being able to hear what others say, being able to respond, and being capable of normal hearing at one stage of life, then becoming deaf later on may make it more difficult to accept deafness and consequently may result in poorer adjustment patterns compared with prelingually deaf or those who became deaf before the age of 2. In support of this study's finding, Loeb and Sarigani (1986) found a greater degree of satisfaction with self among children with the earlier onset of deafness. This may be, as argued by Loeb and Sarigani, due to having a longer time to adjust to living with a hearing impairment or it may result from never having to deal psychologically with the loss of full sensory acuity. Many other factors (e.g., parental reaction to deafness, parents' acceptance of deafness, parents' communication patterns with their children, and so on) that are not included and controlled for in this study may play an important role in conjunction with the onset of deafness in the psychosocial adjustment of deaf children. Therefore, all these assumptions are mere speculations at present and merit further research.
Parental hearing status was another significant pre- dictor in estimating all the dependent variables of the present study. Deaf children of deaf parents (DD) were better adjusted than were deaf children of hearing parents (DH). This finding is consistent with the literature, which suggests that this variable is positively related to many factors associated with deafness. DD generally have been shown to exhibit higher levels of academic achievement and psychological adjustment over DH (e.g., Delgado, 1982; Hilburn, Marini, & Slate, 1997; Weisel, 1988) . The findings on the "superiority" of DD compared with DH in the majority of the studies may be because, as Meadow (1972) suggests, the DD parents actively promote their children's independence and selfreliance. In addition parental hearing status may be related to communication patterns used at home and parental expectations where deaf parents (DP) may have more realistic expectations compared with hearing parents (HP). In fact, several studies revealed that the relationship between parental hearing status and better psychosocial adjustment and academic achievement was found at a time when the only deaf children who could access sign language were those with deaf parents and relatives because signing was prohibited or discouraged in most schools (Greenberg & Kusché, 1987; Marschark, 1993) . Montgomery and Napier (2001) suggest that the difference between DD and DH often vanishes if the child's school teaches by means of signs. DH overprotect their children and tend to demonstrate childrearing patterns that rely on strong parental control, which reinforces passivity rather than active exploration (e.g., Brinich, 1980; Wedell-Monning & Lumley, 1980) . The ability to care for oneself and to act independently influences classroom behavior as well as educational achievement and social relationships. The consequence of a dependence pattern is that some deaf individuals experience psychosocial difficulties that can persist through childhood into later stages of life. Although manual and total communication used at home were found to be a significant predictive factors at their first entrance in the model (model 2) and ex- plained the variance in social adjustment, overall adjustment, and self-image of deaf students in this study, they become insignificant at model 3 after entering the schoolrelated variables. This may be because of the high correlation between the methods of communication used at home and at school. The only communication pattern used at home, which remained significant at the final model (model 4), was total communication (TC). Therefore, the use of TC was positively significant in estimating the variance in self-image of deaf students. This finding is in accordance with existing literature in that the use of manual (sign and TC) communication at home is positively associated with psychosocial development. The literature suggests that the type of communication method at home may be affected by the hearing status of the parents. The majority of DP use a manual mode of communication with their children, whereas HP mainly use oral means of communication. Some researchers (e.g., Altschuler, 1974; Meadow, 1968a Meadow, , 1968b have concluded that better impulse control and its correlates (such as maturity, responsibility, and independence) are primarily the result of the deaf parents' use of manual communication. Desselle (1994) investigated the effects of family communication patterns on the self-esteem of deaf high school students. A positive relationship between family communication patterns and self-esteem was found. Parents who use TC have children whose self-esteem is higher than those whose parents use only an oral method. The parents who were best able to communicate by using sign language had children whose self-esteem scores were higher than those whose parents were less skilled in sign language. However, Vostansin, Hayes, Du Feu, and Warren (1997) in their investigation of psychosocial problems of deaf adolescents in relation to communication methods concluded that adolescents who had some oral means of communication (all of their participants used sign language) were found to function relatively better at home.
The "better" psychosocial adjustment of deaf students whose parents use manual means of communication may be a result of enhancement of maximum communication capacity provided by parents, which may encourage the acceptance and integration rather than the isolation of deaf child in the family environment and prevent the development of psychosocial problems. The TC method used at school was found to be a significantly positive contribution to the variance in selfimage and social and overall adjustment of deaf students. In addition, the use of oral communication at school accounted significantly for the variance in selfimage and overall adjustment; however, its predictive value was not as powerful as the TC.
The literature on the impact of communication methods used at school on the overall development of deaf students is inconclusive. Some research has revealed that manual communication is better than oral communication, whereas others have revealed exactly the opposite; some research suggests no relationship between the modes of communication used at school and the any dimension of self (van Gurp, 2001 ). In a similar manner, Vernon and Andrews (1993) summarize the findings of 41 studies concerning the effects of communication modality. In 13 reports the oral method was seen as equal to or better than the manual one; in 28 reports the manual method is considered to be more advantageous. The controversy around the mode of communication is often called "The Hundred Years of War" (Meadow, 1980) . It is beyond the scope of this article to discuss one of the most basic controversies in the area of deaf education.
The main obstacle deafness imposes is a communication problem, and the communicative development of the child starts at a very early stage. Therefore, a set of variables included in studies on the impact of mode of communication on the overall development of deaf children should include control variables (e.g., early identification, amplification, rehabilitation, parental communication patterns, and mode of communication used at home) that may have a potential influence on the mode of communication used by the child. However, it should be emphasized that as long as the mode of communication used enables deaf students to express themselves, it will result in a healthy overall development, both academically and psychosocially.
The results of multiple regression further revealed that speech intelligibility (SI) was positively associated with all the dependent variables of the study. Those students who had a higher degree of SI were better adjusted than were those who had lower degrees of SI. It should be noted that SI was included in the study as an index of communication ability. As an index of commu-nicative ability, the positive impact of SI on the psychosocial development of deaf students was an expected finding. The positive feedback from others (teachers, peers, and those in environments other than school, such as family) may result in positive self-esteem in the sense that the deaf person may feel part of a larger social network where he or she can interact and express himor herself. As Harvey (1989) notes, his clients associate the ability to communicate effectively with being socially accepted. This suggests that if a person has difficulty in communicating with others and in expressing him-or herself, that person may have a problem with self-concept (Evans & Falk, 1986) . However, the findings of this study should not be overgeneralized in the sense that the data provided in this study do not indicate the extent of a student's ability to express him-or herself but rather the clarity of what he or she says.
School placement was another significant factor explaining the variance in psychosocial adjustment of the deaf students in this study. More specifically, among the four types of school placement included, the residential school setting was found to be positively associated with all the dependent variables of the study except emotional adjustment. The communication methods issue ("A Hundred Years of War") reflected itself in the school placement issue. The use of manual methods is associated with residential schools and special schools for the deaf, and the use of oral methods is associated with public school placement inclusion and mainstreaming. Just as in the current controversy over communication methods, conflicting results have been reported concerning the effect of school placement on students' psychosocial development.
There have been studies that have found integrated deaf students to have higher self-concepts and more realistic self-images and to be better socially and emotionally adjusted than the students in special schools (e.g., Aplin, 1985 Aplin, , 1987 Frustenberg & Doyal, 1994; Hegarty, Pocklington, & Lucas, 1982; Leigh, 1999; Lynas, 1986; Musselman, Mootilal, & Mackay, 1996) . On the other hand, there have been studies that found no significant impact of the type of school placement on the psychosocial adjustment of deaf students (e.g., Lytle, Feinstein, & Jonas, 1987; Sarfaty & Katz, 1978) , whereas some studies have found special school deaf students to be better adjusted than integrated deaf students (e.g., Farrugia & Austin, 1980; Hindley, 1993; Meadow, 1972; Mertens, 1989 Mertens, , 1993 , and some found that integrated deaf students were isolated (Nunes, Pretzlik, and Olsson, 2001 ), which may have a negative impact on the psychosocial well-being of students. The better psychosocial adjustment of residential students in this study does not automatically lead to the conclusion that life in a day school or mainstream school is detrimental to the deaf student's social development. If the environment in the residential school is overprotective, it may lead to an overinflated sense of self. Therefore, the deaf person may not be prepared to cope with the hearing world after graduation. However, the impact of different educational placements on various aspects of the education of deaf students, as with other students who have various special educational needs and with the general population is very difficult to conduct because of the variation in individual student characteristics (Hocutt, 1996; Stinson & Antia, 1999) . Therefore, the finding of this study cannot be overgeneralized.
Academic achievement (AA) was positively correlated with all independent variables. Students who performed better in AA were also better adjusted. The literature review resulted in no research evidence that directly investigated the impact of academic performance on the psychosocial adjustment of deaf students. However, there are studies that examined the factors related to AA of deaf students. Pflaster (1980) investigated factors affecting the academic performance of deaf students who were in regular classes. Among various independent variables, 13 intrinsic and extrinsic factors related to the academic performance of deaf students were identified. Personality and self-concept were among the most important intrinsic factors in the academic performance of the students. Rodda and Grove (1987) discussed the complexities of factors influencing self-esteem in deaf children and the difficulties of language and communication that compound the problems of measuring feelings about the self. They suggested that there is probably an interaction between AA and self-esteem whereby each influences the other to accelerate either positive or negative outcomes. Like all the other variables discussed so far, AA has been at the core of school placement controversy. Some researchers indicate that academic performance is probably enhanced by attendance in public schools, but social and emotional development may be adversely affected (Reich, Hambelton, & Houldin, 1977) .
Generally positive results have been reported regarding the relationship between mainstreaming and AA. In an early study, O'Connor and Connor (1961) reported that half of the 21 students who had been mainstreamed into public schools were academically unsuccessful. However, 35% of the children received no extra help once they had enrolled in an ordinary school, and the other 65% received only occasional visits from a speech or hearing therapist. Guidance personnel, psychologists, and remedial teachers were only minimally involved. In a latter study of transfers from a residential school (Connor, 1975) , a much higher success rate was reported. Connor attributed the increased success to the improved administrative dedication, teacher of the deaf support, and parental cooperation (Mertens, 1993) .
Once again the limited data available in this study cannot be overgeneralized, given the impact the above mentioned factors may play in students' academic outcomes and in relation to their psychosocial adjustments. The type of degree teachers held (i.e., specifically special education or mainstream education degrees) was found to be positively associated with the emotional and overall adjustment of the students. Teachers' experience was another significant variable that was positively correlated with ratings on the emotional adjustment of deaf students. The teachers who held special education degrees in deaf education were found to give more positive ratings of emotional and overall adjustment of their students compared with a reference group.
The review of literature revealed no direct research evidence on the relationship between the teachers' degree and years of experience and the students' psychosocial adjustment. Although no direct evidence was found, the following speculative interpretations are suggested. Special education training in the area of deafness may enable teachers to be aware of the special needs of deaf students and therefore this knowledge and resultant higher level of skills may facilitate the effectiveness of the teachers. Another supposition regarding the better adjustment ratings given by the special education teachers about their students' psychosocial adjustments compared with regular education teachers may stem from the fact that special education teachers have a fuller knowledge about deafness, deaf people, and the education of deaf people, which may be significantly associated with the more positive attitudes of special education teachers toward their students. This may result in better student outcomes at both cognitive and affective levels.
The positive relation between teachers and the experiences and better emotional adjustment of deaf students may be explained based on the same fact that teaching experience results in positive attitudes that may result in better adjustment patterns. Although no direct empirical evidence was found between these two teacher-related variables and the psychosocial adjustment of deaf students in the literature, the results of this study suggest that teachers' knowledge of deaf students and deaf education may influence their observations of their students.
Conclusion
The results suggest that the majority of variance is not explained by the set of indicators included in the present study, although the set of variables included potentially the most important factors in the psychosocial development of deaf people, as suggested by the review of the literature. The results of this study do not suggest any conclusive evidence linking deafness directly to the psychosocial problems experienced by deaf students. Therefore it does not support the "pathological" approach that deafness per se results in psychosocial problems or "maladjustment."
As is evident from the results of this study, parental-, school-, and teacher-related factors play relatively important roles in the psychosocial adjustment of deaf students, as do student-related factors. However the set of predictors included in the present study estimated a relatively small amount of variance in the psychosocial adjustment of deaf students. This indicates the impact of some other possible external factors on the psychosocial adjustment and development of deaf students. This issue is covered in the following sections.
Educational Implications
The results of the study suggest that teachers and others who have repeated opportunities for observing the deaf students can use the SEAI as one of the assessment tools. The successful adaptation of the SEAI has made an important contribution because there is no other instrument that is specifically developed or adapted for assessing affective development of deaf students in Turkey. The use of SEAI may help teachers, educational psychologists, and counselors to identify specific domains of psychosocial adjustment when there is an indication that students are particularly in need of help. It can be used as an assessment tool in development and monitoring of individualized educational programs where the affective domain of education is featured.
The results of this study highlighted the importance of teacher-related variables on psychosocial adjustment of deaf students. Most noticeably teachers' training (the type of degree they hold) seems to be very important. This result suggests that teachers who are employed in special schools for the deaf should be trained in the area to be able to understand the needs of deaf students and should have the necessary skills and knowledge to maximize the optimal growth of students in the school environment. Thus training of teachers should be conducted in a continuous manner to update their skills and knowledge. Teacher training programs must be provided especially for mainstream schoolteachers because inclusion of deaf students has been notably criticized due to its perceived adverse impact on the affective dimension.
Findings relating lower ratings of deaf students with higher degree of hearing losses by their teachers may suggest that these students need more attention, support, and help from their teachers and other related professionals. This may be due to their limited access to the auditory information compared with students having lesser degrees of hearing loss, which may result in more limited communication skills. Therefore special measures should be taken to maximize these students' communication skills. The use of hearing aids resulted in better psychosocial adjustment patterns in this study. Therefore it is important to perform regular auditory assessment in order to maximize the benefit for students from amplification.
The consistent finding on the superiority of DD in psychosocial adjustment compared with DH in the international literature was supported by the findings of this study. This may stem from active promotion by DP of their children's independence and self-reliance, as well as their more realistic expectations from their deaf children, compared with HP. What this finding suggests is that the social and linguistic context into which deaf children are born needs to be considered in the understanding of psychosocial development of deaf children.
Although the findings of this study revealed better adjustment patterns of residential school students compared with mainstream school students, it does not directly suggest that the residential school environment results in superior adjustment patterns. With the emphasis now on individualized education, research should not be concerned with identifying some "best" placement for all deaf children but rather with procedures for identifying the proper match of programs and children at particular times in their development. The same view is true regarding the mode of communication used at school. Although the use of the TC method at school was found to be positively related to psychosocial adjustment of deaf students, this does not suggest that the use of the TC method results in better adjustment patterns compared with the oral, aural-oral, or manual methods. This is because there is some doubt about what teachers indicated when they used the TC method in this study. Indeed, instead of searching for the "best" mode of communication for all deaf students, the aim should be to search for the best mode of communication for each individual student. However, it should be highlighted that whatever method of communication and school placement are considered, the focus should be on overall optimal development of deaf students, and each student should be prepared to integrate into the hearing world as a fully participating part of it.
Nevertheless, special measures should be taken prior to the placement of deaf students into the mainstream school, as indicated by the lower scores received by these students. Therefore, the placement of deaf students into regular schools should be systematized, plans must be developed, programs and services to accommodate the students should be defined, and adjustment of students should be monitored continuously. Problems in communication are basic to an understanding of a deaf child's behavioral, emotional, and social development. However, psychosocial problems are clearly not the province of any one discipline; their assessment and modification require the cooperative skills of many. Upon identifying these students, an early intervention program of group counseling and support may provide critical remediation. Luckner (1991) argues that in the past educators have assumed that psychosocial development just happens; however, as is very well known today, development is learned. Like most subject matter that is learned, it also can be taught. This target is attainable with the availability of qualified professionals, which is the major lag in the Turkish educational system. Therefore, the Ministry of Education should invest in the training of qualified professionals to be employed in Guidance and Research Centers, which are the responsible institutions for assessment, placement, rehabilitation, and follow-up of deaf and other students with special educational needs.
Limitations and Future Research
Although this investigation revealed significant impact of some factors on the psychosocial adjustment of deaf students, at the same time it raised some other issues that should be the subject of further research. Recommendations for further research include replication of this study to provide further evidence for the validity and the reliability of the SEAI as a research tool. Moreover, the SEAI is designed to be rated by classroom teachers or other adults who are in frequent contact with the student and have opportunities to observe them. Teachers' ratings however have been both criticized and justified. It may be argued that teachers' attitudes toward their deaf students may have affected their observations of students. Therefore, attitudes of teachers toward their deaf students should be considered, especially in those studies where teachers are participants.
Although high reliability results were found in this study, evidence for interrater reliability of the SEAI was not attainable due to the nature of the study. It will be valuable if further research provides an interrater reliability of the SEAI. In addition, in order to have comprehensive understanding of psychosocial development of deaf students, the source of data should be various, such as including students, teachers, and parents. Only through this research perspective can we gain some further knowledge in understanding complex mechanisms involved in psychosocial development of deaf people, and only then will we be able to offer more effective educational models. The cross-sectional and correlational nature of this study did not allow any causal direction of the variables involved.
Although the results of this investigation provided some evidence in understanding the variables affecting psychosocial adjustment of deaf students, full exploration of these variables is needed via longitudinal investigations. Similarly, it was not possible to have more in-depth understanding of the impact of the variables on psychosocial adjustment of deaf students. Therefore the impact of these variables should be further investigated via qualitative exploratory designs. For example, some methods of communication used at school were found to have a positive relationship with the psychosocial adjustment of deaf students compared with other methods; however, the researcher had no information on effectiveness of use of these methods by teachers. Consequently, results do not allow us to make any generalizations.
The data collection method used in this investigation limited our opportunity to collect data on some potentially important variables, which may have obscured the interpretation of data. The etiology of deafness is among these variables. It is argued that the etiology of deafness affects the psychosocial adjustment of deaf students in a complicated way (Meadow, 1980) . The impact of etiology of deafness on psychosocial adjustment of deaf students needs to be explored in further investigations.
Some background characteristics of deaf students prior to attendance to school are also potentially very important on psychosocial development. Among these are parental child-rearing attitudes and mother-child relationships in the early years of deaf children's lives, argued to be crucial in optimum development of deaf child. The literature on deafness and development suggests that almost all the deficits are related to language and communication (e.g., Meadow, 1980; Carver, 1988) . The impact of communication skills on psychosocial development of deaf people needs to be explored in further investigations. Speech intelligibility included as an index of communication skills of HI students in this study is only one dimension of communication; further studies should investigate the relationship of other communication skills (e.g., interpersonal communication, language, expressive and receptive skills, and vocabulary), as well as SI.
The data collected on mainstreamed and selfcontained class students in this study are very limited. In this study, deaf students from residential schools received significantly better ratings on psychosocial adjustment. There may be some other variables that contributed to the lower scores received by mainstreamed school students. An important task of education is to promote the social development of the child, including affective relationships with peers. Peer relationships contribute to the development of social skills that reduce the likelihood of social isolation; support the acquisition of attitudes, values, and information for mature functioning in society; and promote psychological health.
In terms of the psychosocial development of deaf children the debate over inclusion calls for careful consideration of research findings in two important areas. First, the students' social experiences (e.g., interaction between hearing and deaf students, attitudes of hearing students toward deaf students) in classes with hearing peers should be compared with their experiences in residential schools or in special day schools. Second, the extent to which psychosocial development is promoted when students are placed in classes with hearing peers should be evaluated. The outcome of mainstreaming is affected by availability and effectiveness of support services. Thus, further investigation should consider this aspect of mainstreaming.
